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Abstract:	In	this	article	I	describe	and	interpret	how	a	first-year	mentor	for	student	teachers,	Anna,	lacks	support	 in	 her	 new	 role	 within	 the	 context	 of	 field	 practice	 in	 Norwegian	 teacher	 education.	Even	 though	she	 is	employed	at	what	 is	 called	a	 “practice	school”,	 she	 feels	alone	 in	her	work	with	the	student	teachers.	There	is	no	one	there	to	answer	her	questions	on	how	to	perform	her	new	 role.	 I	 argue	 that	 due	 to	 the	 lack	 of	 an	 arena	where	 she	 can	 discuss	 her	 questions,	 Anna	positions	herself	as	someone	who	should	act	upon	what	others	have	decided.	She	subsequently	asks	for	the	authoritative	word	from	the	University	College.	






Introduction	As	a	researcher,	I	followed	“Anna”	throughout	her	first	year	as	a	mentori	for	student	teachers	in	Norwegian	teacher	education	for	primary	and	lower	secondary	school.	Throughout	the	year,	she	posed	a	recurring	question:	“Who	can	I	talk	to?”	This	was	a	surprise	to	me	as	she	was	employed	at	what	in	Norway	is	called	a	practice	school.	 	Since	2002,	student	teachers	have	had	access	to	whole	schools	as	an	arena	for	their	training	and	learning,	where	teacher	teams	have	taken	on	the	responsibility	to	serve	as	mentors.	Their	primary	occupation	is	to	teach	their	pupils,	whilst	they	are	 allocated	 time	 to	 mentor	 a	 group	 of	 student	 teachers	 for	 about	 two	 hours	 each	 day	 to	promote	a	reflective	stance	on	teaching.	The	headmasters	are	the	ones	who	reach	an	agreement	with	the	University	College	(UC)	and	who,	in	cooperation	with	the	UC,	decide	which	members	of	staff	should	be	in	charge	of	the	mentor	work.		Official	documents	state	that	field	practice	and	theoretical	studies	are	seen	as	two	different	but	equal	arenas	for	student	teachers’	learning,	and	everyone	involved	should	take	responsibility	as	teacher	educators	(KD,	2009;	2010).	From	international	studies,	we	know	that	the	transition	from	being	a	teacher	of	children	to	becoming	a	mentor	of	student	teachers	and	acting	as	a	teacher	educator	is	not	something	that	can	or	should	be	taken	for	granted	(Carroll,	2005;	Edwards	&	Collison,	1996;	Feiman-Nemser,	2001;	Orland-Barak,	2001).		Additionally,	mentors	are	often	left	alone	and	have	to	find	their	own	way	of	managing	the	work	(Bullough,	2005;	Hall,	Draper,	Smith	&	Bullough,	2008;	Kwan	&	Lopez-Real,	2010;	Zeichner,	2005).	In	a	quantitative	study	Munthe	and	Ohnstad	(2008)	question	if	the	idea	of	practice	schools	in	Norway	has	been	properly	implemented	as	they	found	that	mentors	are	still	what	they	call	“lone	wolves”.	However,	the	mentors	are	motivated	for	their	new	role,	and	working	with	student	teachers	is	a	role	that	inspires	their	own	work	as	teachers	(Nilssen,	2014).	
Teacher	education	programs	differ	around	the	world,	and	we	should	of	course	be	careful	when	it	comes	to	transferring	the	findings	from	studies	in	other	socio-cultural	settings	to	our	own.	This	is	the	reason	why	I	decided	to	observe	and	gain	insight	into	how	first-year	mentors	employed	at	practice	schools	in	Norway	experience	their	new	role.	From	the	student	teachers’	point	of	view	mentors	are	seen	as	the	most	credible	source	 in	 teacher	 education	 (Bergem,	 1993)	 and	 the	 key	 persons	 for	 ensuring	 quality	 in	 field	 practice	(Zeichner,	 2002).	 I	 also	 agree	 that	 as	 they	 have	 such	 a	 prominent	 role	 in	 student	 teachers’	 learning	 to	teach,	 it	 is	worth	 exploring	 the	mentor	 role	more	deeply	 (Jaspers,	Meijer,	 Prins	&	Wubbels,	 2014).	The	research	question	 in	this	article	 is	how	Anna,	as	a	 first-year	mentor,	 is	supported	 in	the	performance	of	her	new	role.	An	inductive	analysis	of	the	data	material	revealed	that	she	desperately	wants	someone	to	talk	 to,	 wants	 to	 discuss	 her	 situation	 with	 her	 colleagues,	 and	 wants	 to	 be	 informed	 by	 the	 UC.	 In	interpreting	Anna’s	 experiences,	 I	 have	 used	Bakhtin’s	 (1981)	 two	 opposite	 concepts,	 the	 authoritative	and	 internally	 persuasive	 discourse.	 In	 the	 next	 section,	 I	 will	 present	 previous	 research	 on	 mentor	learning	and	the	overall	theoretical	framework	for	the	study.									
Previous	research		According	 to	 Feiman-Nemser	 (2001),	 the	 widespread	 assumption	 that	 good	 teachers	automatically	make	good	mentors	does	not	hold.	Mentoring	is	not	an	intuitive	activity	that	can	simply	 be	 performed	 as	 another	 layer	 of	 their	 professional	 function	 as	 classroom	 teachers	(Edwards	 &	 Collison,	 1996).	 	 Teachers	 do	 not	 automatically	 develop	 mentoring	 skills	 or	responsibilities	(Jaspers	et	al.,	2014;	Langdon,	2014).	Mentoring	is	rather	a	highly	conscious	and	gradual	 process	 of	 reorganizing	 and	 reconstructing	 the	 beliefs	 and	 understanding	 the	 novice	mentor	has	as	a	teacher	in	order	to	make	sense	of	the	new	context	of	mentoring	(Orland-Barak,	2001).	 Orland-Barak	 sees	 learning	 to	 mentor	 as	 a	 process	 of	 learning	 to	 teach	 at	 a	 new	conceptual	 level,	or	as	 she	says,	 learning	a	 second	 language	of	 teaching.	Mentors	also	 struggle	when	it	comes	to	knowing	to	whom	they	are	accountable;	they	constantly	mediate	between	their	personal	understanding	and	values	and	the	external	requirements	of	the	work	as	elaborated	by	policy	 makers	 and	 administrators	 (Orland-Barak,	 2002).	 They	 tend	 to	 be	 underprepared	 for	their	work	as	mentors	(Clarke,	Triggs,	&	Nielsen,	2014)	and	have	to	find	their	own	way	of	doing	
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this	work	(Bullough,	2005;	Hall	et	al.,	2008;	Kwan	&	Lopez,	2010).	A	questionnaire	answered	by	380	mentors	 in	Norwegian	 teacher	 education	 shows	 that	 half	 of	 the	 respondents	 experienced	very	 good	 support	 and	 involvement	 from	 the	 school	 leadership.	 Among	 the	 other	 half,	 34	experienced	 no	 or	 very	 little	 support	 while	 the	 rest	 answered	 some	 support	 (Følgjegruppa,	2015).			Studies	have	shown	how	mentors	understand	their	role,	develop	their	practice,	and	strengthen	their	identity	by	being	members	of	a	learning	community	(Carroll,	2005;	Feiman	Nemser,	2001;	Nielsen,	Clarke,	Triggs	&	Collins,	2010;	Orland,	2001;	Williams,	Prestage	&	Bedward,	2001).	For	instance,	Carroll’s	(2005)	study	shows	how	interactive	talk	became	a	tool	for	how	ideas	about	mentoring	were	jointly	constructed	by	mentors	at	the	same	school	and	mediated	by	an	external	facilitator.	By	being	involved	in	“learning	conversations”	where	they	are	encouraged	to	reflect	on	their	roles	in	the	company	of	fellow	mentors,	mediated	by	an	experienced	mentor	of	mentors,	they	are	allowed	to	articulate	the	construction	of	their	new	role	(Orland,	2001).	Bullough	(2005)	proposes	that	institutions	should	open	for	participation	in	seminars	operating	as	“affinity	groups”	to	help	mentors	overcome	isolation,	to	facilitate	the	development	of	a	shared	discourse	for	mentoring,	and	to	enhance	mentors’	development	of	skills.	Bearing	these	studies	in	mind,	and	considering	the	Norwegian	system	where	the	entire	school	is	responsible	for	the	student	teachers’	practice	field,	I	found	Wenger’s	(1998)	work	on	how	identity	develops	through	participation	in	communities	of	practice	a	suitable	framework	for	the	overall	study.	Communities	of	practice	are	places	where	we	develop,	negotiate,	and	share	our	own	theories	and	ways	of	understanding	the	world.	Participation	and	engagement	in	social	practice	is	the	fundamental	process	through	which	we	learn	and	become	who	we	are,	as	people,	as	teachers	–	and	as	mentors.	By	engaging	in	the	social	practices	of	a	community,	participants	learn	not	only	the	technical	skills	and	explicit	knowledge	that	are	required,	but	also	the	tacit	knowledge	and	sense	of	belonging	that	are	an	essential	part	of	a	person’s	identity	as	a	member	of	this	particular	community	(Wenger,	1998;	Williams,	2010).		






The	authoritative	and	internally	persuasive	word	According	 to	Bakhtin	 (1981),	 the	authoritative	discourse,	or	word,	 is	 strongly	anchored	 in	 the	past,	and	originally	connected	with	a	past	that	is	felt	to	be	hierarchically	higher.	Such	discourses	may	 embody	 various	 types	 of	 content:	 authority	 as	 such,	 or	 the	 authority	 of	 tradition,	 of	generally	acknowledged	truths,	of	the	official	line,	and	other	similar	authorities.	As	examples	of	authoritative	texts,	Bakhtin	mentions	religious,	moral,	and	political	texts,	as	well	as	the	word	of	a	father,	 adults,	 and	 teachers.	The	authoritative	discourse	can	only	be	 transmitted,	 and	requires	that	we	acknowledge	it	and	make	it	our	own.	Instead	of	functioning	as	a	generator	of	meaning	or	as	 a	 thinking	 device,	 an	 authoritative	 text,	 spoken	 or	 written,	 demands	 our	 unconditional	allegiance.	This	means	that	the	authoritative	discourse	permits	no	play	with	the	context	framing	it,	 no	 play	 with	 its	 borders,	 no	 flexible	 transitions,	 and	 no	 spontaneously	 creative	 stylizing	variants	of	it.	The	authoritative	word	is	infused	with	authority	and	stands	and	falls	together	with	that	authority.	It	is	not	a	question	of	choosing	it	among	other	possible	discourses	that	are	equal	to	 it	 (Bakhtin,	 1981).	 On	 the	 contrary,	 the	 authoritative	word	 or	 discourse	 is	 unable	 to	 be	 in	contact	 with	 other	 voices.	 This	 contrasts	 with	 its	 opposite,	 what	 Bakhtin	 calls	 the	 internally	persuasive	discourse.		The	internally	persuasive	word	does	not	rest	on	the	hierarchical	differentiation	of	authority	between	interlocutors	(Bakhtin,	1981).	Contrary	to	the	authoritative	word,	the	internally	persuasive	word	allows	for	dialogue,	and	consequently	it	awakens	new	and	independent	words,	or	new	insights.	Bakhtin	explains	this	as	follows:		
Its	creativity	and	productiveness	consist	precisely	in	the	fact	that	such	a	word	awakens	
new	and	 independent	words,	 that	 it	organizes	masses	of	our	words	 from	within,	and	
does	 not	 remain	 in	 an	 isolated	 and	 static	 condition.	 (…)	 we	 can	 take	 it	 into	 new	















Writing	 the	 report	 –	 I	 got	 this	 form	 from	 the	 UC	 to	 fill	 in	 about	 the	 student	 teachers’	 competence	 in	different	 areas	 –	 and	 to	 point	 out	where	 they	 could	 improve.	 I	 didn’t	 really	 understand	 the	 form	 fully.	Anyway,	I	will	do	my	best	with	it	and	then	they	can	come	and	see	me.		








Implications	of	the	study	I	have	argued	that	as	a	first-year	mentor	Anna	is	looking	for	the	authoritative	word	from	the	UC.	We	should	 listen	carefully	 to	Anna’s	concerns	 to	understand	why	she	sees	herself	as	 someone	who	 should	 do	 what	 others	 have	 decided	 and	 why	 she	 seems	 to	 rely	 on	 an	 authoritative	discourse.	This	is	partly	because	there	is	nobody	else	to	answer	her	questions;	no	time	is	offered	and	no	 forum	 is	provided	 in	which	 she	 can	discuss	what	her	 given	 role	 as	 a	 teacher	 educator	means.	What	 Anna	 and	 other	mentors	 primarily	 need	 is	 a	 forum	where	 they	 can	 share	 their	thoughts	and	intuitive	understandings,	and	develop	their	role	and	identity	as	a	teacher	educator	in	the	setting	where	they	work.	Not	only	the	individual	mentors	but	also	the	practice	school	as	an	 organization	 need	 to	 discuss	 what	 it	 means	 to	 be	 teacher	 educators	 –	 as	 Anna	 called	 for.	Teachers	eventually	discuss	pupils’	learning	and	wellbeing,	and	they	need	to	discuss	the	issue	of	student	teachers’	learning	and	wellbeing	in	the	same	way.	In	their	role	as	a	practice	school	their	professional	culture	should	be	characterized	not	only	by	critical	discussions	about	teaching,	but	also	about	learning	to	teach.	The	main	implication	of	the	study	is	not	to	secure	Anna’s	access	to	what	 she	 asks	 for.	 If	 Anna	 and	 other	 school-based	 teacher	 educators	 are	 to	 be	 seen	 as	 equal	partners	responsible	for	teacher	education	and	student	teachers’	learning	as	stipulated	in	official	documents	(KD,	2009;	2010),	they	have	to	be	engaged	in	an	internally	persuasive	discourse	with	employees	at	the	UC.	In	this	article	I	have	raised	the	voice	of	one	mentor,	Anna.	She	is	not	the	only	one	who	lacks	support	in	her	new	role	as	reported	from	“Følgjegruppa”	(2015).	However,	160	of	380	mentors	report	that	they	receive	very	good	or	some	support.	We	need	to	listen	to	several	mentors’	voices	so	we	can	understand	more	about	what	is	experienced	as	good	support	and	what	kind	of	support	they	are	receiving.						 	
V.	Nilssen	
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																																									 																					i	 Within	 a	 Nordic	 context	 the	 word	 mentor	 is	 connected	 to	 newly	 qualified	 teachers.	Internationally	 the	 word	 also	 applies	 to	 what	 we	 in	 Norway	 call	 “Praksislærer”,	 and	 so	 does	most	of	the	literature	I	cite.		
